Trangression is an act of challenging boundaries that separate apparently distinct oppositional categories objects. Examples are categories such as such as civilised/primitive, male/female, master/ servant, Lordship/bondage. The article deals with such transgressions related to the evolution of class consciousness transgressive critical thinking. It is said to be particularly important and at risk in higher education today, as performativity reforms have closed the spaces for transgressive reflexivity, making it difficult for students to make sense of the possibilities and costs for the self that higher education can create. However, although the now professionally managed entrepreneurial university might appear to form a difficult space for developing critical thinking, critique is also a basis for the expansion of capitalism in the university, and through transferability this can create spaces for critical reflection.
Introduction
I have been involved in ethnographic research in the field of higher education since starting my PhD research (Beach 1995) . It has often described negative changes, including a loss of space for creativity and critical engagement (also Davies 2003) , that have cut to the very heart of the university self-image and the qualities in learners, educators and researchers that are meant to be encouraged and reproduced (Blackmore 2001; Cantwell 2013; Unemar Öst 2009) . I conducted a pilot study in relation to this at three different types of higher education institution in 2011 (Beach 2013) and I have continued applying for and occasionally obtaining research funding since then, to explore higher education reforms and their effects. I have done this more or less on a continual basis from 1995, mainly using ethnographic methods (Beach and Puaca 2014; Jonsson and Beach 2015; Beach 2017, 2018; Beach 1995 Beach , 1996 Beach , 2000 Beach , 2005 with some auto-ethnographic elements.
Auto-ethnography is a method that has come of age in recent years according to Sparkes (2018) . Ellis and Bochner (2000) define it as multi-layered autobiographical research that connects personal experiences to cultural conditions, contexts, histories and forces by focusing inter-changedly and synchronically, phenomenologically on both outward social and cultural phenomena and on an inner self that is moved by experiences and interpretations of them. As they point out, auto-ethnographers vary in this way 'in their emphasis on the research process (graphy), on culture (ethnos), and on self (auto) ' (739-740) . They operate as artful writer-persuaders who, according to Sparkes (2018) , understand the importance of the interpretations placed on remembered moments in life that have significantly impacted on personal experiences (Barone 2000) .
Auto-ethnography is related to ethnography: whether it departs from, is derived from or 'belongs to' it or not is another matter, and one that ethnographers and auto-ethnographers relate and respond differently to (Sparkes 2018) . My position is that it is phenomenological and that it can resolve two current tensions in ethnography that have been regularly identified there, particularly in recent decades (Hammersley 2006 (Hammersley , 2018a (Hammersley , 2018b Walford 2018 ). The first is the ethics of access to ethnographic data for 'uncovering' the subjective dimensions of individual collective social life, and the second is economic dependency on external funding at times of increasing external financial control over what can be researched, where, when, how, and by whom (Hammersley 2018a) . Auto-ethnography combines personal and external references of experiences and provides a way of organising and gathering documentation in personal writing (Sparkes 2018) . It provides in this way a structure for data and a framework for creative nonfiction writing and analysis relating to personal life and/or career experiences (Barone 2000; Ellis and Bochner 2000) . I have used it in this way, to document personal experiences and organise the personal documents generated for later secondary analysis for gaining an understanding of the connectivity between self and others in time and space through combinations of ethnography, biography, and self-analysis. With regards to higher education in the recent twenty year period the main outcomes related to shared experiences of tighter control and reigned in creativity in academic spaces and practices. Deem (1998) identified already twenty years ago how academics in the UK were experiencing tighter forms of control and increasing pressure to do more work. They had fewer resources, following the introduction of new funding bodies and quality assurance agencies that steered resource allocation and quality rankings, and were experiencing internal changes to academic governance, student and staff recruitment and retention. Academic standards and quality were being redefined for them and a new kind of academic manager and administrator had evolved to regulate the organisation and monitoring of academic work and conditions. The following extract from González-Calvo and Arias-Carballal (2018) may illustrate these kinds of development as personal experience:
Intellectual, pedagogical or moral criteria … . have been diverting to more obscene and mundane objectives related to money and the accumulation of 'executive power' (and) phenomena such as university fragility, zombiefication (and the) de-professionalisation, proletarianisation, quantification and evaluation of academic work (using) quantitative measures. (González-Calvo and Arias-Carballal 2018, 413-424) My interest in experiences of academic life and changes therein has three points of grounding. The first is a basic fascination with university life-experience as an aesthetic object. I have been involved in university life first as a student then as a staff-member for many years and I have become shocked by what is being done with it politically at the national and international level (Beach 2013) . This applies particularly with regard to teacher education and the education disciplines. I felt concern for the political/ policy ontology of the university in other words; and both deeply and critically moved; and this generated secondly, a high level of intellectual arousal and curiosity that pushed me to begin to shift and concentrate the focus of my attention intentionally in the phenomenological sense, inwardly and outwardly.
Phenomenologists gather natural data relating to how an individual or a particular group of people understand and comprehend certain phenomena in their particular co-existence between being and time through the structures of consciousness that make a unified perception of an object across successive moments possible and intentionality is a particular characteristic of directedness toward an object or objects when forming experiences of them. In the present case, these objects of consciousness formed aesthetic conjunctions of subjectivity and objectivity (Manstead 2018) . To perceive the meanings of human experience is not something that is either purely psychical or purely physical but rather something accomplished by reflection. For example a friend is not just a man or a woman but a person who differs from other people precisely in that respect which makes me relate to this person as a friend. What is more difficult is to come to a reflective determination and explication of what a 'friend' is. Phenomenologists will however try to do this.
The next point of grounding came from changes in my subjective appraisal of the emerging reality that developed from this process of reflective determination and the way this encouraged an even more intensive cognitive engagement. The reasons for this were that the objects weren't just any objects. They were ones that my very life and being had been intimately entwined with for several decades and that meant something to me existentially and also very emotionally. And my changing experiences of them made me wonder about their authenticity and mine. They made me both think and act. This was an after the fact event. Feelings can occur as a directly experienced awareness phenomenon but more usually no feelings are present in experience itself or are too faint to be observed.
An empowerment of the learner and the professional educator, and greater independence to individual higher education institutions, were described to be the aims of new reforms, through amongst other things the incorporation of new modalities of instruction and learner-generated and produced content that could be shared openly through social media. But aside from a few counter-epiphanies, there were few examples of anything other than stress, alienation, burnout and even racism amongst both students and academic staff (Archer and Lamnin 1986; Beach and Puaca 2014; Bilge 2006; Chang, Rand, and Strunk 2000; González-Calvo and Arias-Carballal 2018; Jacobs and Dodd 2003) . A global normalisation of university institutions was also referred to (Barnett 1997; Bayati 2014; Blackmore 2001; Börjesson and Broady 2016; Cantwell 2013) .
The 'counter' epiphanies I mention above were often related to student activities and to matters that have also been discussed by Danvers (2016) , where as she points out, difficult as it is to resist the forces of neoliberalism (Deem 1998) , students are not passive intellectual dopes who simply believe everything they are forced to read, and straightforwardly regurgitate everything they are asked to. There is also critical learning and this, she adds, is also expressed as the formal intent of the institutions students enrol in (Danvers 2016) . Universities may seem to be increasingly becoming servants of the status quo and economic interests (Beach 2013) and they may be discussed as moving toward a global crisis through these developments (Nussbaum 2010), but the full absorption of national university systems and their individual units into the inertia of global capitalism, which surely would be disastrous for commitments to common good and social critique (Barnett 1997; Nussbaum 2010) , is an as yet only emergent not a fully identified and complete development (Beach 2013; Danvers 2016) .
The point here is not whether universities and the ways we experience them have changed in recent years. Of course, they have (Deem 1998; Hammersley 2006 Hammersley , 2018a ! Nor is it my point to state that everything was fine before these changes but ruined afterwards. From some perspectives, things do actually seem to be better now than before. In Sweden, Denmark, Finland and the UK for instance, the countries that I have most first-hand experience of, the higher education field has grown and transitioned in the past fifty years, from a system of elite institutions educating less than two of every hundred (national) pupils per generation and specialising in highly esoteric disciplinary knowledge, to a system ranging from single to multi-faculty, public to private, and elite to modern to 'new' research and teaching universities, with a declared role not only in relation to academic and research excellence but also social mobility (Beach and Puaca 2014) . They enrol some 40% of each pupil generation (plus international students), and they educate them not in the esoteric practices of thought and language in specialised disciplines (as in the past), but in what is projected to be genuinely and directly useful polytechnic knowledge for industry, commerce and professional fields in universities that are managed more professionally than before (Beach 2013) , by a highly educated cadre of skilled-management-academics. There are emergent excellence and employability narratives (Blackmore 2001; Deem 1998) . But spaces for critical thinking and criticality may still remain (Giroux 2003; Maisuria 2017) .
'Hi Geoff! what did you learn today?'
Geoff is a working class student I have met in a series of oral history interviews around the development of transgressive critical reflection and the possibilities for class consciousness among university students. He is one of up to now thirty-nine interviewees and I have so far interviewed him twice. At the start of the second meeting, in a local bar, I asked him, 'Hi Geoff! What did you learn today?' The present section comprises extracts from transcripts, field-notes and memos that were made when I related to and provided external references to his response:
Not what I was meant to I think. We were (studying) the Calvin cycle (named after an American biochemist and Nobel prize-winner), but I came to think about education generally, as that great gift that has cleansed the world and civilized the people in it. And I realized (said with a smile) what a privilege it is for me to come from my white working class rural small town background to university every day, and learn all of these fantastic things from these great aristocrats of history, like Calvin. And I then came to think what a load of bollocks that is, and what other kinds of value education could have had for illuminating my position and possibilities in the world. This is really none when you just digest and regurgitate the stuff, some of it interesting some of it not, like pi and rho (said in English with a wink of double entendre relating to pie and roe as well as π and ρ) that is put in front of you. (Geoff)
Geoff was not unique in the sense of being the only higher education student I have spoken with who has made a critical statement. There were many of these. Universities are involved with mass education now-a-days, but they also seek a productive relationship between academic education and vocational competences by producing graduates who are critical thinkers in their relative domains and who are able to transcend the gap that has been established historically (perhaps as an aspect of false consciousness) between theory and practice (Cantwell 2013) , and these skills may, in fact, prove to be transferable. In fact, this is very often a marketing claim (Danvers 2016) . And it means two things for the present investigation. Formed as tentative working hypotheses they are that:
(1) Although the now professionally managed entrepreneurial university might appear to form a difficult space for developing critical thinking, critique is no-longer a threat to capitalism in the university but a basis for its expansion, and (2) Through transferability this can create spaces for critical reflection that reach outside and beyond the subject matter and classroom Aside from Geoff, there were no examples of this kind of transfer or the transgressive critical reflection associated with it that reached into the general cultural and political domains beyond specific generic fields. Nor should I have expected there to be perhaps, reading with for instance Maisuria (2017) , whose investigations on the importance of social class and the role of education in relation to the possibility of social transformation was unable to uncover any significant examples. There were many examples of subject domain reflection and generic (professional-vocational) criticism. But none of transgressional thinking that crossed between discipline content and broader cultural and political domains (Maisuria 2017) . However, although Geoff may have been an unconventional and unanticipated undergraduate chemistry and teacher education student, he made his critical steps in what are fairly typical phenomenological ways, by removing symbolic boundaries and opening spaces for reflection about alternative and wider spheres of theory and action relating to the kinds of symbolic violence that can be (and in his experience in his university were) committed against men and women of working class-cultural origins (Maisuria 2017 ). Bourdieu and Passeron (1964) point out how rare this kind of reflection is. It is through economic production in economic production relations (social relations of production) and in their labour that human beings work not only upon nature but also concretely upon one another as well. Normally one might not normally give this a second thought, but Geoff showed in his first interview that he had reflected on it, by discussing (a) his education experiences in relation to the role of universities in the reproduction of elites (Bourdieu and Passeron 1964) , (b) the domination of working class values in education discourses and content, and in educational politics (Luttrell 1989 ) and (c) the effects of family ties in education politics and private ownership of the means of production on the writing of history. These are actually Marxist perspectives on history and Geoff expressed very clearly how education had helped the bourgeoisie (not the working class) to define themselves as a civilised and civilising force in the world. He said:
They impose their social value on us even in fucking chemistry where the list given us of the great men of history is very long indeed. Even in chemistry we have to suffer the imposition of a curriculum that is full of the products of bourgeois self-value/ … ./Other subjects may be much worse/ … ./like history: which I bet presents Gladstone as a great politician not the son of an industrial slave-owner and the bourgeoisie as the abolitionists of slavery rather than its corrupt and immoral promoters and profiteers. (Geoff) There is research to support Geoff's suggestions. Science textbooks are full of photographs of so-called great (white upper-class) men and women of history: though of course mainly the former; and there is an abundance of Laws and processes named after them. I remember thinking this myself when I studied A-level physics and then chemical engineering at university in the mid-seventies. And history books are replete with the false consciousness of the bourgeoisie. Indeed they are notorious in this respect (Wicke 2019) , with the example of slavery in history textbooks as a good illustration:
Did you know that the British Abolition of Slavery Act of 1833 provided payments to slaveowners at the Sum of Twenty Million Pounds Sterling (which) amounted to 40% of the Treasury's annual income at the time and approximately 5% of the British GDP. It would be about 16 or more billion pounds today. The sum was invented by parliament to pay out what it legalised as the loss of the slaves as business assets to their registered owners. This is a scandal! The political brothers, cousins, friends and relatives of the slave owners actually created an inflated sum to pay out, instead of confiscating their ill-gotten gains and imprisoning them for crimes of rape, incarceration and torture … . Moreover, in order to finance the payments a 15 million pound loan was taken from bankers Rothschild and Montefiore, which was footed by the British taxpayer and paid back with interest. The final instalments were completed first in 2015 … . Common people; and including here slave-descendants and their friends and relatives; were made economically responsible for reimbursing crimes they didn't commit. The payments are recorded in the Parliamentary Papers 1837-8 (215) vol. 48 and many noteworthy beneficiaries can be found … . David Cameron's ancestors received payments and William Gladstone's father was one of the largest Scottish beneficiaries. (Geoff: confirmed at http://www.pdavis.nl/Legis_07.htm, 16:01 Ap.17, 2019) What Geoff identifies here are forms of direct exploitation that are dynamically interconnected with relations of cultural domination that are hidden or naturalised in education textbooks, which instead present the bourgeoisie as a creative and productive civilising force in the world (Apple 1982; Wicke 2019) . The aristocrats of science for instance were portrayed as Gods and more besides (Mulkay 1989 ):
On this topic Geoff pointed to books in science education referring to great scientists who have been depicted in history as having enriched the ways we think about ourselves, the world and our places in it. Three examples are shown here. As Geoff put it, 'people like these, Watt, Pasteur, Nobel, Lavoisier, Voltaire, Bessemer, Bohr. We are told they have given us knowledge and the power to control the world, to turn it to our will, as if we had only one common will and also had the right. These misrepresentations are the gift of education, which is a means civilising the dominant class and its actions not us and ours' (Geoff).
Great Scientists: Pioneers Changing the Way We Think Apple (1982) , Luttrell (1989) and Yosso (2005) are among the many critical education researchers who have made statements about how the (often white male) bourgeoisie civilises itself through the education it makes available through the state. And as did Wicke (2019) and the contributors to Apple and Christian-Smith's The Politics of the Textbook (1991) , they also wrote about the challenges this created in schools and universities for the development of critical knowledge. The bourgeoisie is cleansing itself from its illdoings as Geoff puts it above, and it does so by putting some of its individual members on show, as above society and as greater than society itself. In line with Marx analysis they become the productive force whilst the real producing class, the workers, become the educational and social problem that need not only to accept but also reproduce this false ideology in education institutions just in order to get on . These are forms of irony that almost beggar belief:
People like us who have been saved from our class by being made better; by having our thoughts cleansed; and by becoming refined through the gift of the university from the habits, the intellectual diet and the kinds of work of our fathers, our uncles, our brothers and for goodness sake of course also our mothers, sisters, aunts, nieces and cousins. We are saved by education. But if we are not careful accepting this gift means that we might begin to look down on those who raised us as people. We climbed the hill of meritocracy. But that's not the case for everyone. Just as in chemistry there is a rest product. But this time of people who don't manage to value and capitalise from the gift of the education as you and I have. They become objects to it. To learn a skill like joinery or welding, turning, panel beating and so on and to hammer, lift, beat, throw or sew, cook, care and clean … . like our mothers, aunts and sisters did. We have to learn that it isn't as worthy. We have to aspire! And this is the most deplorable gift of all the gifts of education to our class. For where would we be without the work of our fathers and care of our mothers. There was fuck all wrong with the habits of my father or the care of my mother, which didn't come from any school but from her experiences of the love and care of her mother and sisters and cousins and grandmother. We are a good family of good people from an area of clean homes rented by other good families and good people. They had little choice but to offer their labour-power for sale in factories owned by the bourgeoisie. But there was nothing depraved or stupid about my family, my area or my friends, and I'll be fucked if I'll let the gift of education beat me into believing I'm in any way better or more deserving than them. (Geoff) What Geoff is referring to here reflects Williams' 'Culture and Society ' (1963) and Thompson's 'The Making of the English Working Class' (1963) and has also been studied ethnographically, by for instance Paul Willis (1977) , who focused on the ways in which the education system prepares young people for citizenship in capitalist societies, and how schools promote the desirability of white-collar labour and undermine the possibilities for working-class youth to be educationally successful whilst at the same time still identifying positively with their class origins. Yet it was not success in formal schooling that had carried Geoff's working class family forward, but manual, secretarial and domestic work, which when investigated ethnographically young working class people have not experienced as forms of damnation, but as things that are of real value Willis 1977) and which by demeaning, 'our schools deliver the ultimate class insult that can create significant tensions for us, all the way up from school to our studies in higher education' (Geoff).
An ethnographic investigation involving young Muslim men in their daily interactions as students at an elite university conducted by Bhatti (2011) has described and analyzed some of the tensions and pressures that can be experienced when trying to get on in this education hyper-factory dominated by the culture, history and values of a white homophobic male upper middle-class heritage Beach 2017, 2018; Bhatti 2011) and this is the greatest of the inventions of bourgeois democracy of all, according to Bourdieu and Passeron (1964) . The university is the biggest factory of all (also Aronowitz 2000) . Its workers are society's theorist and philosopher engineers of engineers, preachers of preachers and teachers of teachers. It is where the idea that the state fundamentally represents the interests of all rather than of one class over others is lived out by the pretence of it being open when, as suggested by the informants in Bhatti's (2011) research, it is far from open and is instead deeply civilising (Bourdieu and Passeron 1964) . Geoff is studying in a modern economically controlled university that claims according to its homepage to be 'geared to delivering on national ambitions for technological creativity, innovation, excellence, and the continuous development of a pipeline of talent for supporting industry, economic growth and sustainability'. Critical consciousness isn't mentioned and might be a rare jewel, as Maisuria (2017) pointed out, in these circumstances: and one too that might not be intended to develop (Aronowitz 2000; Barnett 1997 ). But apparently, it can develop. For although current conditions in higher education might (and might even be designed and intended to) repress critical forms of consciousness within a university identity (Nussbaum 2010) , critical skills are emerging nevertheless (Danvers 2016) : and even as with regard to Geoff through transgressive reflections. As stated earlier in this article Geoff might represent only be a small minority of higher education students: particularly if we agree with Maisuria's (2017) research. But yet in some way he has managed to develop a transgressive critique of his educational experiences, so the question of whether and how universities may still form a space for democratic interests and common not only private value, or whether they are dead in these respects (Barnett 1997) is not fully settled (Danvers 2016 ).
Discussion
Lenin, who was expelled from university because of his radical politics, named bourgeois democracy a dictatorship of the bourgeoisie, and he declared the socialist state to be the opposite: i.e. a dictatorship of the proletariat that was committed to representing the working-class and safeguarding its interests (at least in theory if not always in practice).
The traditional elitist university represented a conservative force for the emancipation of the working class he added. But it seems that it doesn't always have to have these effects and there may still be hope for the future of the university as a site of social criticism and civic responsibility. This is obviously important today, not the least in countries like Italy, the USA, France and not the least the United Kingdom, where levels of poverty and the number of individuals living in slum conditions were already in 2014 greater than at the beginning of the 1900s: and is still rising. But it is apparent too in previously more socially equitable nations like Sweden (Therborn 2018) , where Geoff resides, where it has also perhaps been a problem (if hidden) for longer than we think. There have been growing economic inequalities since the 1980s. They escalated after the bourgeois coalition governments of 1991-1994 and 2006-2014 but have continued to rise since then.
These bourgeois governments have a large responsibility. They cut business taxes, abolished property tax, and seriously restricted access to unemployment, sickness and other benefits in their periods in office, at the same time as they opened up social services to private-equity raiders and other aggressive forms of finance capital, through policies that have since been left intact by the intermittently intervening red-green coalition governments . And though this might seem like a pale legalised theft of the public commons compared to that of the British Government in 1833, even in Sweden the richest 0.1 per cent of income takers now have average disposable incomes after tax and transfers that are approximately 38 times greater than those of the median-income earner, which is a social condition of democratic decay on a par with the situation in places of known 'undemocratic democracies' like Brazil, South Africa or the USA (Therborn 2018) where currently more than a quarter of school credits can be attributed to the social class of a student's parents. Geoff thus has every right to be critical! And he is wise not to be critical only of the openly Bourgeois governments, as the conditions, he is reacting to still exist despite a five year period of Social Democratic minority government.
The Social Democratic Party is the self-termed political guardian of education justice and equality , but not only has it failed when in power to respond to growing inequalities from neoliberal politics in the public sector, it was also the party that actually started the neoliberal political turn to austerity in the early 1980s, following the economically catastrophic 1978-1981 period of right wing coalition government, when the trade-unionist and Social Democratic party economists agreed that wages would have to be held down and profits pumped up to save the economy, which from then on also became a political priority. Political decisions became subordinated to new economic conditions. Stagflation had replaced earlier periods of almost unbroken economic growth and the old 'new-deal' neo-capitalist model for economic planning was replaced by a new neoliberal model. There was a 16 per cent devaluation of the currency in 1982. It was followed very quickly by the marketisation of services and the control of inflation. The social democrats were, as Therborn (2018) very clearly stated, obviously acting in capitalist not common interests. And this applied to their education politics too .
The Social Democratic Party and its policies were not simply the victims of vicious and capricious economic circumstances. Education in Sweden has always repressed working class critical consciousness it seems (Maisuria 2017) and protected bourgeois interests and the stabilisation of the capitalist political economy , which is a process of the denial of equal class value of course, not one of equality. Moreover, as Geoff's comments also suggest, despite the extensive reform and expansion of the education system, rather than equal access to prestigious schools, study programmes, and university qualifications, these things have remained significantly socially skewed. So whilst it is true that 96% of each successive national school cohort in Sweden continue to upper-secondary level (16-19 years) studies today, and almost half of them in academic study-programmes like Geoff, as his reflections suggest education equality is also about history, structural relations, and political decisions that create schools and curricula for all pupils without discrimination, without marginalisation, and no matter who they are, where they come from or what colour their skin is. And Sweden's education system is quite marred in these respects (Beach 2017 Börjesson and Broady 2016) .
Yet as Geoff's comments point out. He has benefitted from the education system in some ways: many of which he values. Sixty years ago, for instance, academic upper-secondary studies were undertaken by a very small proportion of each year cohort (around 5%); and university studies even less; with strong patterns of social and cultural selection and a massive under-representation of pupils from working class backgrounds. And young working class people would likely have been excluded from such studies, despite the obvious abilities they have since shown, in terms of making both good self-interested and normative, as well as some critical sense from their experiences (Danvers 2016) .
These points link with the focus of the present special issue on ethnography and the aesthetics of experience and the perceptual material basis of aesthetic judgments in both phenomenological and representational content (Manstead 2018) . Geoff combines both externalism (about aesthetic experience) and empiricism (about aesthetic value) by involving (perhaps simultaneously) a specific combination of (external) understanding and (internal) appreciation at the same time. This is in a sense also what (auto-)ethnographers do (Sparkes 2018) . It involves taking in specific properties of an object that is providing experience and experiencing what could only be an experience of just that object. And in illustration of this, we can use one of Geoff's comments. 'If the university was truly open we would have had other forms of knowledge, other representations and voices'. But it doesn't! Instead 'the university is indoctrination [and] I've learnt what I've learnt in reaction to what the civilization of education has tried to make me do to myself: to my past, to my memories!'
There are clearly strong emotions involved here toward the experience of education and what has been associated with it. And it is these associations that are absent in other (more middle class) student reflections over their education experiences (Maisuria 2017) . They have to do with attention, an understanding of relevance, and a deeply aesthetic sense of anger that Geoff expressed with respect to having to violate and distance himself from his past, his memories of growing up, and of the goodness of the people he knew and loved. If this was really what it meant to be educated and civilised he wanted none of it he said. But! And this is an important but! He also knew that education in a true sense is not about this kind of alienation and surrender! He knew it was wrong for education to claim to be about civilising us when it is about cleansing bourgeois history at our expense (Apple 1982) . So in a sense similar to Adorno (as referred to in Manstead 2018), Geoff associated the subjective feeling with a broader and unjust social whole. And it was this that really made him stand out.
One thing that Manstead (2018) identifies in relation to aesthetic experience and class consciousness is that the material conditions in which people grow up have a lasting impact on their personal and social identities and this influences both the way they experience, think and feel about their social environment relative to their middle-class counterparts (Willis 1977) . Working-class people like Geoff will usually score higher on measures of empathy when they are confronted in higher education by the middle-class norms of independence that have prevailed in universities (Manstead 2018) and this does suggest a potentially challenging problem for breaking patterns of social reproduction as cycles of deprivation can doubly limit opportunities. Cycles of disadvantage start with poor material conditions, Manstead points out (2018) . But they don't only end with lower chances of succeeding in contexts like universities and high-status workplaces in ways that could increase chances for social mobility (Beach and Puaca 2014) . They mainly end in increasingly problematic cycles of poverty and impoverishment such as those that the rich impart currently on the poor (but not on themselves) in the form of (a now global) austerity politics (Therborn 2018) .
This pattern of the rich taking the pleasure and the profit and the poor bearing the costs is a historical one. Geoff's example of the political collusion connected to slavery and the politics of abolition are a very good example. Rich men like Bishop Henry Phillpotts, Earl John Ward of Dudley, 2nd Earl Henry Lascelles of Harewood, former British Tory PM David Cameron's ancestors and the former Liberal PM William Gladstone and his father and family befitted, and the national tax purse paid (up until 2015) . And this pattern is unlikely to change in the absence of substantial social pressure (Manstead 2018) . Social change can be aided perhaps through the development of transgressive critical thinking and critical class consciousness and, as the case of Geoff suggests, it can form even within unlikely circumstances within higher education even though other outcomes are more likely to prevail as they also have in the past (Bourdieu and Passeron 1964) .
Concluding remarks
The starting point for the present article was the recognition of attributed difficulties with respect to developing critical thinking in the new university subsequent to commodification, neoliberal reforms and the introduction of new public management (Aronowitz 2000; Barnett 1997; Beach 2013; Deem 1998; Nussbaum 2010) . However, it suggests that rather than being dead and buried, critical thinking may have emerged as a possible binding point in higher education today (Danvers 2016) . Universities are more preoccupied with mass education than before, and the possibilities of a productive relationship between 'academic' and 'vocational' education. But they still describe wanting to produce graduates who are critical (Cantwell 2013)! And whilst criticality and the content, aims and function of the professionally managed entrepreneurial university might appear to form a difficult equation to balance, universities have historically had subversion as an important component in their dominant logic and are still potentially a key site of hegemonic struggle (Unemar Öst 2009). Furthermore, as the example of Geoff suggests, all is not lost in this respect. For whilst it might be easy to agree with the idea of a global crisis, the recasting of the relationship between education, economy and management need not mean that critical thinking will be eradicated, either from university discourse and professional habitus or from students' ways of thinking and acting.
Geoff may be one in thirty nine or one in a thousand. But if critical consciousness can develop once it can develop again. There is undoubtedly an emergent employability narrative in higher education (Barnett 1997; Blackmore 2001) . But within this narrative that is connected to producing employable graduates, the value and need of critical enquiry is still expressed: though not always in relation to the wider aesthetics of life experiences discussed in other articles in this journal special issue, in subject matter, natural objects and phenomena, built structures, utilitarian objects, human actions and even what is today regarded as the fine arts. The role of the university in the state may now have been officially redefined as having a key role to play in the reproduction of capitalist relations and profit (Giroux 2003) , and this may be palpably felt (Manstead 2018) , but as the case of Geoff suggests, there are different ways of living the lies of universities as sites of intellectual neutrality. And this not only illustrates how under-determined, contradictory and uneven social phenomena and material outcomes are, but also how interwoven the politics of higher education have been too, within the economic, cultural and confusing aesthetics and contradictions of national and global educational politics.
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